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Introduction
In a recent symposium keynote, Anne Edwards suggested Initial Teacher Education needs collaborating colleagues to utilise "professional multilingualism, or a capacity to understand and talk with other professionals" (Edwards, A, 2007) . She referred to a little known study for the Teacher Development Agency (Best et al, 2005) reporting an increasing number of schools working with more than one HEI for ITT, which noted that some schools are managing this increased complexity by starting to set the training agenda for the students (trainees) who are placed with them. The report noted (and although blindingly obvious, this is worth underlining) that student teachers are easily integrated into those schools which are keen to take them. This contrasts with the evidence that:
"Where (trainees) are seen as a necessary evil, managed, but not developed, by a professional mentor who is a member of the senior team without either time or recognition for the liaison work necessary, the attitude of the school staff as a whole tends to see the activity as an additional burden, often with limited empathy or support for the training process" (Glover and Mardle 1996) .
Given the school coordinator role has been integral to ITT in England for over 15 years, we were keen to explore the opportunities implicit in the role, and the challenges faced by the role holders, as part of an ongoing discussion about school partnerships and ITT. (see for example special edition of Curriculum Journal on School-based teacher development, 18 (3), 2007). The investigation we report on has revealed a need to reconceptualise the coordinator role.
It is worth noting that the literature on ITT Partnerships between schools and HEIs in
England over the last 15 years demonstrates close attention to mentoring and related skills, while over the same period, there has been a barely perceptible recognition of the role of the ITT school coordinator (also known in some programmes as the professional tutor, or in primary programmes as the coordinating mentor), despite an expectation that they have to manage the quality of school-based ITT in increasingly complex partnerships. We take the view that, placed at the centre of learning and development in their own schools, coordinators are perfectly placed, in a senior position in their own school to act as "professional multilinguists", providing support and context-specific training and development for colleagues fulfilling the vital role of ITT mentor, as well as the administrative and QA roles demanded by the HEIs.
Part of the problem of the lack of recognition appears to be a dearth of relevant, up-todate research or professional literature focussing on the coordinator role in practice, although conceptualisations were published when the last major changes to ITT were being enacted (McIntyre et al, 1994) . The project on which this article is based sought to explore current practice in primary and secondary schools with a view to providing an increased understanding of the issues related to this important ITT role. To seek new insights, the team sought multiple sources of evidence, through a review of the relevant literature, an analysis of the documentation produced by four HEIs based in one English region, an extensive questionnaire to a large sample of schools across nine Local Education Authorities (LEAs) within that region, and through in-depth interviews with six coordinators.
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This article contextualises the issues through the literature and examines a range of factors impacting on the coordinator role. Charged with appointing, inducting and managing the work of mentors in the HEI partnerships with which their school are engaged, and experienced in understanding the demands and needs of ITT partnerships and their ability to develop colleagues, they might appear the obvious candidates to exemplify "professional multilingualism" in the development of their own mentor colleagues. Yet little work has been done on the identification of key issues in relation to their role assuring the quality of school mentors, or in relation to the changing nature of this role in the light of ever more multifaceted partnerships (Mutton and Butcher, 2007) .
Conceptualisations of the ITT coordinator role
Although a decade ago, accounts of how individual HEIs addressed the issues of partnership development in ITT were becoming well-documented (for example, McIntyre 1997; Burton, 1998) , missing to all is an authentic, grounded conceptualisation of the role of ITT coordinator in the schools in question. Furlong et al. (2000) describe the relationship between HEIs and schools as 'complementary partnership' in ITT in that: "(t)he school and the university or college are seen as having separate and complementary responsibilities but there is no systematic attempt to bring these two dimensions into dialogue" (Furlong et al. 2000) .
This may remain true, but with very little empirical data disseminated on the ITT coordinator in school partnerships, a clearer conceptualisation remains necessary. It is alluded to in some of the professional literature related to partnership in ITT and to mentoring in particular (see McIntyre and Hagger 1996; Brooks and Sikes 1997) , and in the US context Portner (1998) , who refers to the mentoring program coordinator.
However, in England today the coordinator enjoys an even greater variety of roles than a decade ago, reflected in a confusing assortment of titles for individuals carrying out these functions. Furlong et al. (1997) talked about a 'senior mentor' (the person with overall co-ordinating responsibilities) in contrast to the 'class mentor' (the teacher whose focus is on the trainee's learning on a day to day basis). Brooks and Sikes, (1997) highlighted the range of titles given to the role in different schemes, including professional tutor, professional mentor, ITT coordinator, ITT manager, and training manager. Our investigation of a sample of HEI documentation suggests this remains confusingly true. In addition, roles within the school are also not always limited to ITT. Many school-based coordinators may also have other staff development responsibilities such as the induction of newly qualified teachers (NQTs), which maybe require a similar range of skills, understanding, qualities and characteristics (TTA, 2001) . In addition the development of alternative routes into teaching such as the Graduate Teacher Programme (GTP), schemes offering qualifications through School Centred Initial Teacher Training (SCITT) providers, and the designation of certain schools as Training Schools (see Brooks, 2006) , have all led to some schools quietly re-conceptualising the role of staff involved in these activities and in many cases expanding the role of those co-ordinating such work.
Tensions in the ITT coordinator role
We argue the ITT coordinator role falls broadly into four distinct areas, each in tension with the others. We have conceptualised these as managerial, pedagogical, evaluative and pastoral.
In terms of the managerial aspects of the work, coordinators generally oversee the school experience of individual trainees or groups of trainees, either from one provider or from more than one provider, and are responsible for liaising with the HEI(s), inducting the trainees into the school as a whole and into its systems, coordinating any school-based seminars, liaising with the school's senior management team and producing the schools' ITT policy (Brooks and Sikes, 1997; Furlong et al. 1997 ). In primary schools this managerial role may fall to the mentor or, in larger schools, there may be a delineation of roles with the 'senior mentor' planning and coordinating the trainee teacher's work within the school and the 'class mentor' taking responsibility for the trainee's learning (Furlong et al. 1997) .
In relation to a pedagogic role, in most ITT partnerships the school-based coordinator is responsible for the organisation of a Professional Studies seminar programme that serves as an introduction to the school for the trainees and goes on to address a number of whole school issues. The pastoral contribution that school coordinators can make is alluded to occasionally in relation to overseeing the general well-being of the trainee teacher in the school (Pell, 1997) but little mention is made of any support, advisory or developmental role with colleagues acting as mentors. We argue these four aspects to the role, as elicited from literature often a decade old, are imbalanced and in tension. The underlying role assumptions contrast with more recent literature from the US (Utley et al. 2003) , and published findings from other articles emerging from this research project (Mutton & Butcher, 2007 , 2008 .
The potential to be "professionally multilingual" for those undertaking the role may be significant and can be enhanced by the way in which the role is conceptualised by a given school or within any individual partnership. Utley et al. (2003) outline the way that in some Professional Development Schools in the United States, in conjunction with the HEI, the role of the "site co-ordinator" has been enhanced significantly and has become a full-time post within the school. The site coordinator's role has developed in relation to the demands of implementing "the multiple functions of a partnership school" (teacher preparation, professional development, supporting curriculum development in the school and research and inquiry) but the nature of the development has also been influenced by the culture and leadership of the individual schools in question as well as by the personal qualities and interests of the site co-ordinators themselves. The following personal and 8 professional benefits that have accrued to the site co-ordinator as a result of enhancing the role are listed:
• Professional generosity embedded in relationships (i.e. working with other colleagues and sharing ideas for practice)
• Rejuvenation
• The enhancement of knowledge, abilities and skills
• New opportunities to exercise leadership (Utley et al. 2003) This suggests a richer, more complex understanding of the coordinator role, highlighting a more multifaceted developmental role and perhaps pointing towards the "plurilingual professional".
Primary/secondary split in the coordinator role
Within the literature related to the role of the school ITT coordinator certain issues and tensions are repeatedly identified. The way in which the mentoring role is conceptualised differently in primary schools is highlighted by Campbell and Kane (1996) . In their research into the culture of mentoring in primary they found that it is often the class teacher who is responsible for providing support and guidance, not only in relation to classroom teaching and learning, but also in relation to wider school issues, and that these mentors have no colleague to monitor their work in this respect. They therefore argue for the management of mentoring to rest with a member of the school's senior management team. They also highlight the tensions that can arise when the primary school mentor is not actually the class teacher to whom the 9 trainee is attached and when the delineation or responsibilities is implied rather than explicit.
Further evidence that the role seems still to be conceptualised very differently in primary schools is reported in Moyles et al. (1998) . They reported the low proportion of primary schools in their survey with 'mentoring coordinators' and that even when such a role existed, the function seemed to be solely the allocation of trainee teachers to specific classes and then the allocation of mentors to these trainees. Interestingly, where Head teachers claimed to act as the coordinator, "none of the mentors or new entrants interviewed was able to say how this role was fulfilled" (Moyles et al 1998) .
The status of the ITT co-ordinator is a recurring motif in the literature. In secondary schools, some incumbents argue that:
"… it has to be done at deputy level…First and foremost, if you are writing summative reports, you have to have a lot of experience of trainee teachers in a range of disciplines and you have to have curricular knowledge across a wide area …" (professional mentor/ deputy head teacher) (quoted in Brooks and Sikes 1997).
To benefit ITT partnerships, the coordinator role needs to be reconceptualised to ensure the status within an individual school is appropriate, reflecting the breadth of knowledge and the liaison/networking skills.
Methodology
We sought to address the problematic conceptualisation of the ITT coordinator by collecting data in three linked methods following review of the literature: an analysis of the course documentation from the four HEI providers within the region; a questionnaire sent to a large sample of ITT coordinators in the region; and interviews with a number of coordinators about the nature of their role. The intention was to explore:
What the coordinator role involves in practice.
ii) How the role complements other professional responsibilities.
iii) What skills and knowledge and training are needed. questions where respondents were asked to select answers from a given list or give a Likkert rating to a statement. 33 questionnaires were completed and returned from secondary coordinators, 27 from primary, 60 in total.
Data from the questionnaires were analysed using quantitative and qualitative approaches, depending on the form of the question. In the latter, categories were developed by the project team that were grounded in the data, looking both at general themes and at differences between the response from primary and secondary coordinators.
In The School Mentor Co-ordinator may be invited to make an observation of the trainee teaching and read their file. Targets will be set… So, even trawling for parallel roles between secondary and primary ITT partnerships, the different nomenclature makes comparison somewhat difficult. Further data collection in the form of a questionnaire survey and interviewing was therefore carried out in order to build a clearer conceptualisation and to clarify common strands across providers.
Questionnaire Data Analysis
Substantive data from the questionnaire is reported on elsewhere (see Mutton & Butcher, 2007 , 2008 . However, even brief analysis demonstrates the significant differences between primary and secondary respondents across all question categories. For example, far fewer primary coordinators are working with two or more HEIs than secondary colleagues, for whom a multiplicity of HEI partners was the norm (over a quarter working with more than four). While anecdotal evidence suggest multiple HEI partners are considered a problem for schools (coordinators blame differences in paper work, varied student timetable dates and inconsistent assessment arrangements) it is fascinating that these questionnaires elicited a number of positive aspects for coordinators working with multiple providers. These included: providing wider opportunities for support and for sharing of ideas; offering wider opportunities for ITT coverage across the school and the curriculum; establishing a discourse around ITT across all subjects and year groups in the school. For example:
There is a cross-fertilisation of ideas between students-I can pick the "best"
practice from each. (Brooks, 2006) are working with at least six providers, training between 30 and 45 trainees per year across all subjects.
In primary, "lead mentors" tend to be somewhat younger and less experienced. They enjoy the role, especially the potential to contribute to the HEI training through cluster meetings. Primary schools tend to work with one HEI and take a maximum of two trainees per year.
The main source of frustration for coordinators was centred on a lack of time to perform their role in a more professionally capable way. They represented this as knowing what should be done (through "in-depth sessions" or by holding "quality meetings for trainees") but having insufficient non-contact time, or by finding it difficult to contact HEI tutors (who they know have to deal with higher numbers of trainees).
Telephone Interview Data Analysis
Based on issues emerging from analysis of the questionnaire data, the telephone 
Developing the mentors?
There appears to be some inconsistency about the extent to which coordinators are in a position to "mentor the mentors". In primary, lead mentors report being relatively hands-off with their colleagues, perceiving all support and training for mentors to be provided by the HEI. In secondary, the increased scale of ITT provision in these schools means new mentors are increasingly having to be briefed by coordinators. 
In summary, although the interview data has been gathered from a relatively small sample of keen and enthusiastic participants, a number of interesting threads can be programmes for those on work-based routes into teaching. They also need the ability to engage with adult learners in appropriate ways and to deliver thought-provoking and challenging programmes that enable trainees to make sense of what they are learning from a wide range of perspectives. If coordinators are to exemplify "professional multilingualism", they also need the opportunity to develop their own mentors.
